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Abstract  
The partial results of the research which is performed in the scope of Faculty of Arts and Faculty of Education, University of 
Ljubljana will be presented. For the sustainable success of innovation and modernisation respectively, the team work of teachers 
and other workers at school is important, besides, it is important to introduce the ways of work which motivate the whole school 
collective not only the individuals. The permeation of school activities with the functioning of local communities and the 
cooperation and meetings of all generations showed as especially important. A lot can be improved with such programmes of 
training which will enhance the professional devotion of teachers. 
 




The modernisation of school for the 21st century does not mean only programmic changes. As we can anticipate 
at the break of the century, this is probably the beginning of bigger changes on various levels. The focus will be on a 
key factor: the question of quality of a teacher's professional path, which is a precondition for other changes, which 




The basic aim of a teacher's work is taking care for the development of education. Therefore we should view a 
teacher as the initiator of changes – on a personal level and on a level of community, a teacher's collective, the 
cooperation with other subjects and intergenerational cooperation. A teacher's competence for the research of his or 
her work is of utmost importance, as well as the cooperation with others in the context of a learning school.  The 
shift is needed from a teacher's isolated privacy and traditional view of professional authority towards new forms of 
relations with the colleagues, pupils and parents, 
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which includes negotiations about the roles and responsibilities inside the frameworks of school government, as well 
as encouraging intergenerational learning inside the teaching staff's room and in cooperation with other partners 
(Liþen 2009). 
Of course, the modernisation of a school also means other changes related to »a craft«, the introduction of a 
global classroom, the synthesising of scattered contents, the global evaluation of knowledge. The modernisation of 
school also means other more demanding changes such as the introduction of new forms of the organization of class 
which is not based on age groups, but as regards individual experience and capacities.2 A teacher's role is especially 
to moderate those processes and not only »ownership« and later on the »mediation« of knowledge (Marentiþ 
Požarnik 2003).  
 
1.2 Contemporary quality teacher – critically responsible teacher 
A teacher's direct work in the classroom represents a key level for the improvement of quality education and in 
this context for a teacher's professional development. 
An exceptionally high-quality modern teacher, who was identified in the Slovene school environment, has some 
special characteristics (Javrh 2008). We named them with the common term »critically responsible teacher«. 
However, it has to be clearly defined what is a teacher critical to and to whom is he or she responsible. If we 
approach the issue globally, such a teacher is not an educator of children for the consumer society. On the contrary, 
he or she is an educator in the widest meaning of the term. He or she is a teacher who critically judges modern 
society and understands the need for sustainable and just development. He or she encourages active citizenship of 
pupils and students with being the role model of active citizenship. Thus he or she educates people who will become 
critical to the capital, global injustice and last but not least economistic attitude toward knowledge. Such a teacher 
not only informs, mediates the knowledge, but creates, educates the culture which is based on different foundations 
as is the logic of the market which permeates the society. Such a teacher is able to educate young people by setting 
the example and they will themselves become increasingly critically responsible. Of course, this means that his or 
her pupils will become in accordance with their level of personality development and life experiences firstly critical 
to the teacher as the first mediator of societal norms, then to the school and then to the society in the widest meaning 
of the word. 
A critically responsible teacher can be seen as such, who comes close to the aforementioned description and is 
really a high-quality teacher, who will be a foundation of the school's modernisation. The research on the 
development of careers of the Slovene teachers (cf. Javrh 2008) showed that in practice we can define three main 
groups of teachers according to the quality development of their careers3 and professional path respectively. In the 
middle period of a career (between 20 to 30 work experiences) considerable differences can be traced between: 
relaxed, critically-responsible and bitter/powerless teachers. Of course, the question can be posed why some 
teachers are more high-quality ones, more critically responsible than others. Some reasons are already evident from 
the description of their characteristics, which will be showed in continuation.  
A relaxed teacher is known as a »good teacher« by his or her colleagues and pupils, during the first years of 
teaching, she or he intensively seeks his or her place, the period of lively experimentation follows and various 
professional activities. After twenty years of work he or she reaches a high-quality change: he or she becomes 
relaxed, asserts himself or herself, suggests realisable and high-quality changes (on the level of school or in a wider 
scope inside the educational system), however, she or he still curiously experiments as during the first years and 
develops original approaches. Due to his or her successes and positive affirmations, his or her professional self-
image is firmer than that of his or her colleagues. 
 
2 The form in question is the original form »interweek« at one of the Slovene primary schools. 
3 The population included in the research on the development of a teacher's career according to S-model in 2008 were 25,000 teachers of the 
Slovene primary and secondary schools. 32 primary and 20 secondary schools were selected into a sample following the random choice method, 
the whole school collective filled in the questionnaire. In June and July 2008 649 valid questionnaires were gathered at the electronic address. All 
original variables were included in the factor analysis, with which the main characteristics of the individual phases of S-model were measured in 
their original values. After the multi-level analysis of the empirical material the consistent structure of the new phase was formed, its main 
characteristics could be named »engaged/critical« or »critical responsibility«. It is especially this new phase of the middle period of a career, 
when a teacher already becomes a master of his or her profession that shows the characteristics of a modern teacher which can legitimately be 
named »critically responsible teacher«, according to his or her characteristics, he or she is similar to the so called authentic teacher (cf. Laursen 
2003).  
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 He or she especially cares for a genuine and strong »contact« with children, because this gives meaning to all his 
or her other endeavours. 
The career development of critically responsible teachers shows even stronger quality development as it is 
characteristic for the aforementioned group. According to its characteristics this development is similar to a teacher 
who actually sets the example and functions as a role model in a sustainable way. A Slovene teacher who reaches a 
new open phase of critical responsibility achieves high level of autonomy. Although he or she works in accordance 
with his or her viewpoints and values, he or she stays firmly dedicated to the basic mission »that children/students 
will learn«. Due to numerous professional affirmations his or her belonging to a teacher's profession also strengthens 
from the outside, although this profession is not highly valued in the society. His or her positive criticism is reflected 
in the fact that he or she notices (systemic) deficiencies on various levels, the latter encourage him or her to 
deliberate and advocate the changes needed. He or she is increasingly active in the debates about the position of 
teachers in the society. His or her interest for the school vision increases, he or she is »loud«, and considers 
expressing his or her opinion as a constituent part of his, her mission. He or she does that due to his or her 
convictions. He or she is quite ambitious. He or she interferes with deep levels of educational process and the 
overlooked or less articulated fields, for example with the education of vulnerable groups. Namely, education of 
vulnerable groups seems to be a precondition for their integration into society (Vreþer et al. 2008). Additional work 
burden does not represent a trouble for him or her. He or she is not worried about the routine or monotony, he or she 
is attracted by new more demanding challenges. He or she wishes to enrich others with the insights and experience 
and has a natural wish for being a mentor.  
Bitter, helpless teachers do not have the aforementioned characteristics. These are usually the teachers with the 
burn-out syndrome. They had big plans, expectations and ambitions, they put a lot of effort into their careers, 
however, they experienced one big or a series of less intensive, constantly repeating negative experiences which 
robbed them of self-trust and the hope for changes, the will to work and impetus. These are the teachers who do not 
manage generational differences anymore, the »contact« with the pupils which once enriched them and motivated 
them for work is less and less genuine and more and more permeated with discomfort and fear of repeating the 
mistake. At a certain point, most frequently after a conflict with a headmaster or parents, this teacher remains alone. 
A helpless teacher from that moment on uses most of the strength for keeping – maintaining still acceptable 
discipline in a classroom, however, he or she strongly feels that there is no »contact« with the children. The latter 
increases his or her helplessness year after year and the feelings of incapacity emerge which lead to bitterness.4  
 
1.3 Intergenerational cooperation 
Schools will encourage intergenerational cooperation on the level of cooperation with a local community, if the 
cooperation between the teachers themselves will be fruitful and efficient. This means the transfer of experience and 
wisdom from the older generation of teachers to the younger one. And vice versa: the transfer of the new approaches 
and ideas from the younger teachers to the older ones. We have in mind the maintenance of partnership where 
younger teachers get some knowledge which is difficult to be transferred by mentor's/senior's help, we could even 
say by the education of more experienced ones; while the older teachers strengthen their role, the importance of 
personal insights and the responsibility of mature teachers with raising awareness about their experiences and with 
articulating them. Thus the knowledge between generations gets transferred and fecundated and it does not get lost 
in intergenerational conflicts. But is an actual situation in schools like that?! 
Already some years ago Huberman (1993) found out those older teachers in Switzerland who are nearing the end 
of their active career as teachers are disadvantaged as regards their careers. Similar results were discovered in the 
research which was done in the Slovene context partly following his research (Javrh 2006). Teachers in a phase of 
resting (this is approximately last ten years of teaching) are still included in the life of a school, however, they are 
more and more in the background, although sometimes they are even invited to bigger decision-making as 
trustworthy workers from those who lead a school. It could be said that a specialty of S-model is a relation which a 
mature teacher makes with his or her successor. 
 
4 The teachers who maintained »the contact« with the children, because this relations do not cause them any problems, are included in this 
group.However, they were hurt in their relations with the colleagues or a headmaster or they experienced a painful experience, because they 
interfered in the structure of the education system. 
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It was noticed in the research that a mature teacher calms down, becomes fulfilled in the inside, if he or she 
knows that someone will succeed him or her. He or she is satisfied that he or she has a possibility to influence a 
young colleague with his education and authority of the older more experienced teacher. At that time he or she can 
really experience his or her role of a senior, which was already described by Schein (1979) as a key one in the phase 
of the so called »late career«. 
 
2. The training of teachers as a point of modernisation  
 
Permanent professional training and other forms of teacher training could be the points where the efficient 
connection occurs between the demands for the modernisation of school and practical circumstances in which a 
teacher actually works and lives. In the continuation we will present the results of the research which is being 
performed at the University of Ljubljana, Faculty of Arts (2008-2010). We were interested in what was the quality 
of the development of the training programmes in pedagocical-andragogical programmes from the point of view of a 
teacher's career, the strengthening of a professional socialisation and intergenerational cooperation and how the 
training for acquiring pedagogical-andragogical education influences the development of competences for the 
teaching of participants. 
 
2.1 Sample 
The questionnaire was used on the sample of the participants of the training programme for acquiring 
pedagogical-andragogical education (the PAE programme), which is being implemented at the Faculty of Arts and 
Faculty of Education, University of Ljubljana. During the first measurement at the beginning of the programme we 
got 119 questionnaires (55% of the total), at the conclusion, during the second measurement, we got 97 of 
questionnaires (45% of the total). There were 17.7% of males and 82.3% of females in the sample. As regards the 
education 80.5% of all respondents had the 7th level of education, 9.8% had the 6th level and 9.3% had the 8th level 
of education. In the sample there were 69% of respondents with the professional title from the field of social 
sciences and humanities and 31% from the field of natural-mathematical science. 
 
2.2 The presentation of some results from the point of view of the acceleration of critical responsibility of teachers 
to be 
The participants were compared as regards the fact if they have pedagogical experience or not. Approximately 
half of the participants have already had pedagogical experience, some of them only some experience (as the leaders 
of circles, in camps, schools in nature...), and some of them have had more years of experience. Those participants 
without pedagogical experience are included as well, however, they have a very interesting work experience, which 
enables original and creative links to education. Among them there are some who have a status of free-lance artist 
and an independent worker in culture and self-employed in the field of culture respectively or they work on the basis 
of collective agreements. 
The drop-out of the participants in the programme was defined an indicator of satisfying their expectations. It is 
interesting that the drop-out of the participants without pedagogical experience is lower (12.5%) than that of the 
participants with the pedagogical experience (29.1%). Probably the programme better addresses those teachers to be, 
who have already had an established image about the functioning of the society and their role in it due to their 
experience in other professions. Regarding the scope of the pedagogical experience there is the most drop-out 
among those participants who have up to half a year of pedagogical experience or less (47.2%). In the group 
between one and four years of pedagogical experience the drop-out is lower for a half, however, a significant drop-
out occurs in the early careers of the participants.  
More than half of the participants estimated that they like to attend education programmes very much (36.1%), 
and 21.8% like to attend them. Approximately two thirds of all the participants decided to participate in the PAE 
programme on their own initiative and some were additionally (materially) motivated by the Employment Service of 
Slovenia. The difference between the first and the second measurement shows the tendency that the readiness for the 
participation in education programmes did not strengthen. 
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Internal motivation is especially characteristic of teachers to be who originally had other professions. Personal 
growth is their motive and not the growth of a personal budget. The data shows that our respondents get included on 
the level of principle into education programmes especially due to new knowledge, which is adequate to their needs 
and goals (77%). When they get included in the PAE programme they are less motivated for the inclusion due to 
socialising (6%), to learn to learn (3.7%), to exchange the experience (3.7%), because these are less important 
motives (all together they only consist of 13.7% of all the answers. 
We requested teachers to be to choose from the competences a teacher needs for his or her work. They were 
divided into four groups (the field of educational communication and relations; the field of professional 
development, the field of efficient teaching and organizing, the management of work and the cooperation with the 
work and societal environment). For each group they were able to choose five or six enumerated competences and 
rank them according to their importance. The statistical analysis showed that at the conclusion of training 
statistically significant positive changes in viewpoints occurred regarding 5 out of 23 enumerated competences. 
These are education of social competences (the level of trust 0.037), the creation of working environment (the level 
of trust 0.086), the use of strategies against disturbing behaviour (the level of trust, 0.10), the management of class 
(the level of trust 0.095), the cooperation with parents (the level of trust 0.069), the applicability of the PAE 
programme for a profession (the level of trust 0.019). The teachers to be started to be increasingly aware that they 
need competences for working with pupils as well as with parents. 
Nevertheless, it was found out that they did not recognize the competences for the field of organisation, the 
management of work and the cooperation with work and societal environment which  a critically responsible teacher 
has according to the definition. At the conclusion of training there were no statistically significant differences 
regarding the following competences, which the participants ranked the lowest as regards their importance: the 
inclusion of ICT, reporting on the results of work, taking into consideration school legislation and the development 
of communication competence of pupils in their mother tongue. Participants also ranked as less important the 
following competences: the formation of transparent rules, team work and following a professional progress.   
The most demanded ways of work in educational programmes can be divided into four groups regarding the 
frequency of selection between various possibilities which were available to the respondents. They consider learning 
in practice/in work beside an experienced mentor (52.8% of  affirmative answers) as most important, then they 
ranked getting to know the content in a theoretic way in a form of lectures (49.1% of affirmative answers). As it is 
evident from the answers such a way of work is the most ideal for them. Nearly half of the participants (44.4%) who 
work in education answered practical situations. According to their expectations  they should get theoretical 
knowledge which would make sense of their experience in the PAE programme. The other group of desired ways of 
work according to the viewpoints of the respondents were a discussion method (workshop 38.0%, a conversation 
with a lecturer while doing a concrete task 37.5%),  where getting to know the content by analysing concrete 
experience is at the forefront. The third group includes the experimentation in practice (27%) or the simulation of a 
real situation (25%). The group where independent learning (18.5) and the advocation of own viewpoints (14.8%) 
are included is at the bottom. The comparison of data of both measurements shows that at the conclusion of the 
training per cents of affirmative answers increased regarding the two ways of work: learning with work beside an 
experienced person, for example, with a mentor and workshops. The decrease of affirmative answers at the end of 
the training can be traced regarding the forms immediate testing in practice and independent learning. 
We were also interested in the viewpoints linked to the influence of the PAE programme regarding the concrete 
professional knowledge of a participant. We asked them to what extent they expect that the inclusion into the 
programme will strengthen the knowledge of their profession. Two thirds of participants (65.1%) think that the PAE 
programme to a large extent (59.1%) and to an extraordinary large extent (6%) strengthens the knowledge of their 
profession; one third of the respondents thinks that it strengthens the knowledge of their profession to a smaller 
extent (29.8%) or extraordinary small extent (5.1%). The difference between the former (M=2.24) and the latter 
(M=2.46) measurement shows statistically significant negative difference (P< 0.019) in the assessment of the 
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3. Conclusion 
 
The achieving of high quality in education is to a large extent linked to the personal engagement of a teacher at 
his or her work, his or her viewpoints connected to the teaching and personal mission, his or her competences 
including  key competences which enable him or her an adequate behaviour and response in a modern society of 
contradictions and changes. 
The most high-quality modern teacher whom we were able to identify in the Slovene school space during our 
fieldwork research has some special characteristics. They were named with the common expression »critically 
responsible teacher«. When the characteristics of such teachers were defined, it was shown that firstly we can speak 
about the values, personal mission and the engagement of a teacher which is extremely dedicated to his or her work. 
As shown by the empirical results of our research, a lot can be improved with such training programmes where 
teachers will be able to strengthen their dedication with learning in practice and working with an experienced 
mentor, a senior. This data is supported by the research results of the study about the presence of a new concept of 
sustainable development in the Slovene schools (cf. Jamšek and Javrh 2009) , which indirectly show to what extent 
do teachers follow the actual changes. It is explicitly evident from the research that the introduction of changes and 
the modernisation of schools cannot be based only on the small number of those who are in favour of them. They 
have to have transparent and concrete goals, which are vitally linked to the local environment and other partners. It 
should include a whole school, transform it and be transferred into the wider environment. A headmaster has an 
especially important role here. Interdisciplinary connections and the opening of schools as well as individuals into 
local community and wider is necessary. 
Critically responsible teachers who are inclined to critically assess social conditions should become role models 
for younger colleagues, because in their professional development they found strength and courage to »open 
themselves into the world« and did not drown in the criticism or isolation.  It is especially important that engaged, 
critically responsible teachers, seniors could perform in their role of educators of teachers to be their work, which 
nobody else can do – the transfer of experience from one generation to another. 
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